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ABSTRACT 

Purpose - The study was aimed at exploring and analysing the 
current assessment practices of lecturers in selected Malaysian higher 
learning institution classrooms. The focus was the different modes 
of assessment used in the classroom and to make recommendations 
on using a variety of assessment modes that would be well-aligned 
with the intended learning outcomes. 

Methodology - A qualitative approach using a descriptive case 
study design was employed in developing the study. Subjects of 
the study were selected based on a voluntary basis and 15 lecturers 
teaching in eight programmes from two higher learning institutions 
participated in the study. Classroom observation was the main 
method of data collection, while data analysis employed thematic 
analysis. Each lecturer was observed twice. Three instruments were 
used in data collection, namely: pre-observation form, observation 
form and video recordings. The data was analysed through the open¬ 
coding process. The notes in the observation forms were compiled 
and reviewed to identify themes. 
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Findings - The findings revealed that the current assessment 
practices of the lecturers included several modes of assessment, 
with oral questioning and peer assessment modes being used more 
frequently than others. The feedback modes employed were also 
varied with giving comments and correcting student answers or 
errors as the most common modes. The results provided evidence 
that besides teacher assessment, peer assessment was found to 
be another form of assessment favoured by the lecturers during 
the teaching and learning process. It was used to assess student 
presentations, to correct peer errors, and to give feedback. 

Significance - The findings were used to guide decisions on the 
need for assessment training for lecturers, educators and curriculum 
developers regarding the types of assessment modes for incorporation 
in teaching and learning, and also the need for assessment training 
that would provide lecturers with the knowledge and confidence to 
use a variety of assessment modes. 

Keywords: Current assessment practices, modes of assessment, 
peer-assessment, self-assessment, questioning. 


INTRODUCTION 

Classroom assessment practice has received a lot of attention 
in recent years as it is an inseparable aspect of the teaching and 
learning process. Since lecturers are given the mandate for assessing 
instruction and student learning, there is great concern about the 
product and quality of their assessment. Lecturers assess students to 
gather information pertaining to their learning progress. Moreover, 
lecturers assess student learning to obtain feedback about students’ 
understanding of the knowledge, skills and content taught and thus, 
to be able to identify their students’ weaknesses and strengths. 
Lecturers explore different kinds of assessment modes and activities 
to tap into student understanding, or to gauge how much learning has 
taken place (Dunlosky et al., 2013). Assessment assists lecturers in 
terms of providing a record of how much new skills and knowledge 
have been absorbed by the students. The literature on classroom 
assessment has shown that the content domain in which lecturers are 
required to develop the assessment skill would encourage educators 
to focus on the process as well as the products of learning, and to 
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move away from a reliance on single-test scores towards assessment 
that seeks to capture a variety of abilities and outcomes (Sambell, 
McDowell, & Brown, 1997). 

In Malaysia, the norm has been that teachers practice assessment of 
learning (ASLI-CPPS, PROHAM & KITA-UKM, 2012) and now 
the focus has shifted to assessment for learning (AfL) so as to be 
able to improve and upgrade student ability (Chan, Gurnam & Md. 
Rizal, 2009). Malaysian students come from different backgrounds 
with diverse cultures, and they have different needs based on 
their individual abilities (Charanjit Kaur, 2014). The humanistic 
philosophies believe that in order for students to perform well, all 
basic needs must be provided (Huitt, 2009). This would mean looking 
at the students’ background as well as teacher’s pedagogies (Oran, 
2009). Therefore, the results of a single form of examination will not 
reflect the multiple intelligences that students have and therefore, do 
not reveal students’ real abilities (Tunku Mohani, 2010). 

Lecturers still have some confusion over the ‘what’ and ‘how’ of 
best classroom assessment practices. Zubairi, Sarudin, and Nordin 
(2008) shared their findings that Malaysian university lecturers 
used classroom assessment practices which incorporated paper- 
and-pencil tests with quizzes and traditional formats such as essay 
writing, open-ended and also multiple choice questions. What was 
found lacking in Malaysian universities was the use of alternative 
and authentic assessments (e.g., observations, demonstrations, 
portfolios). This study seeks to expand the current literature on 
classroom assessment practices by exploring and analysing the 
assessment practices and skills of lecturers in relation to teaching 
and learning, the input they gave to students, the types of assessment 
used and also assessment modes. 


BACKGROUND OF THE STUDY 

Assessment in Malaysian Higher Education: The National 
Context 

Education has been a key factor in Malaysia’s rapid economic 
growth since independence in 1957, and the national government 
has been continuously striving and successfully providing growth 
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and expansion of the nation’s education system. Being driven 
by both industry needs and human development needs, there is a 
clear recognition that in the 21st Century, at the centre of all the 
educational resources and programmes, quality teachers and their 
education are a primary factor in improved student outcomes and 
achievement. The government has put in efforts to change the 
assessment culture in the form of school-based assessment to avoid 
viewing students’ scoring A’s as a way to measure success. The 
universities in Malaysia should also adopt such a view and move 
away from the rote learning approach to teaching. Lecturers must 
possess effective classroom assessment implementation practices 
so that their students can exhibit their strengths and weaknesses 
appropriately. 

The National Higher Education Strategic Plan 2020 and Malaysia 
Education Blueprint 2013-2025 have emphasised the use of 
assessment to promote greater active student learning to enhance 
their potentials. As a result, it is compulsory for all the universities 
in Malaysia to emphasise two key components in the structure of 
academic programmes which are: clear and measurable programme 
learning outcomes and quality assessment well-aligned with 
the intended outcomes. The relationship between these two 
components is inseparable because learning outcomes are used as 
a source of guidance and practice of assessment among university 
lecturers (Tunku Ahmad et al., 2014). The requirement to integrate 
measureable outcomes and well-aligned quality assessment into 
higher education academic programmes is governed by two sources: 
(a) the Malaysian Ministry of Higher Education through its Quality 
Assurance Division, and (b) the Malaysia Education Blueprint 
2015-2025. Since its implementation, the requirement has enthused 
most of the public universities to design a policy to guide their 
academic staff classroom assessment practices and hold workshops 
on classroom assessment practices for their academic staff. 

Transforming higher education is therefore a major reform being 
envisioned by the nation. The Malaysia Education Blueprint 2015- 
2025 identifies the skills students need to master to operate in a 
globally competitive environment. The government foresees that 
students must be able to thrive in an increasingly inter-connected 
world, and be able to lead and work effectively with others. 
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Purpose and Rationale of the Study 

The purpose of the study was to investigate the current assessment 
practices of participating lecturers. The findings from this 
investigation were used as a guide to determine the need for training 
and exposure to assessment practices not practiced by the lecturers. 
Related activities on assessment practice have been carried out 
through observation of classroom teaching and mapping out the 
assessment practices through analysis of instructional plans of 
selected courses in several academic programmes. Observations 
of classroom assessment practices were carried out to find out the 
variety of assessment and feedback modes used by the lecturers. 

LITERATURE REVIEW 
Assessment for Learning 

The idea of assessment for learning is to use assessment to provide 
useful feedback to learners and lecturers in order to facilitate more 
effective learning outcomes. Today, the focus is more on assessment 
for learning rather than of learning. Assessment for Learning (AfL) 
is the process of seeking and interpreting evidence for use by 
learners and their teachers to decide students’ current progress in 
learning, how they have learnt and how teachers can assist them by 
providing ongoing information on their strengths and weaknesses 
(ARG, 2002). The concept of AfL involves responsibilities of both 
teachers and students in sharing and valuing learning processes. AfL 
means students benefit from the assessment which does far more 
than simply test what they know. AfL ensures that students take part 
in the kinds of activities that will help them develop by providing 
them with guidance and feedback (Rohaya et ah, 2014). According 
to Sadler (1989), formative assessment is specifically intended to 
provide feedback on performance, improve and accelerate learning 
while Nicole and Macfarlane-Dick (2006) claimed that feedback 
would strengthen students’ capacity to self-regulate their own 
performance. 
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When teachers create and involve students in an active classroom 
learning environment, students will tend to learn more. Students 
who work in collaborative groups appear more satisfied with their 
learning (Beckman, 1990; Chickering & Gamson, 1991; Johnson, 
Johnson, & Smith, 1991; Slavin, 1983). This is further supported 
by Nicol and Macfarlane-Dick (2006), who found that formative 
assessment can be an integral part of learning when teachers practice 
effective feedback at the heart of the learning process. Although it 
is time consuming, teachers can assist students to become aware 
of the learning outcomes connected with learning. Students will be 
aware of the learning process and take a keen interest in doing their 
work to attain these outcomes. As a result, students will understand 
that they also need to be actively involved in the learning process. 
For a better classroom assessment implementation, teachers’ 
competencies should be elevated through continuous professional 
development in the three main components of the teaching and 
learning process; content, pedagogy and assessment (Rohaya et al., 
2014). Teachers have to equip themselves with a sound knowledge 
and skills required that would enable them to create an environment, 
culture and practice leading to an enriched learning experience 
(Quilter, 1998). 

A study conducted by Rohaya (2014) on assessment for learning in 
Malaysia revealed that teachers were unprepared for the change and 
found the new system challenging. They were required to learn new 
skills. Most of the time, they had to learn through experience and 
more of “on-the-job” training. Teachers need to view assessment 
as a vehicle for classroom practices and crucial for helping students 
learn. Teachers should also regard AfL as a key to professional skills 
(Rohaya et al., 2014). AfL should be embedded in the planning 
of everyday classroom activities. Learning outcomes, teaching 
strategies and assessment criteria should be carefully designed. 
Students should be informed in advance what they will learn, as well 
as how and why they are to be assessed (Rohaya, 2014). Teachers’ 
daily and weekly planning should be flexible so that they can 
adapt in response to new information, opportunities or insights. 
Their planning needs to include strategies to check if students 
understand the goals being pursued and the criteria to be applied in 
assessing their work. 
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Fisher, Milne, and Bull (2011) and Milne, Poyser, Williamson and 
Savage (2010) suggest that teachers have to create good rapport and 
a positive learning environment and avoid closed ended questioning 
in the classroom so that best practices can result in higher quality 
information gathered to assess students (Abbasnasab-Sardareh, 
& Saad, 2013; Lamb, Orbach, Hershkowitz, Esplin, & Horowitz, 
2007; Memon, Meissner, & Fraser, 2011). Effective questioning 
technique is a crucial feature of AfL which plays an essential part 
in student learning to improve decision-making function ability to 
develop reasoning (Sachdeva, 1996), challenge students’ beliefs 
and background knowledge (Petty, 1998), and reinforce their 
arguments and propositions (James & Baldwin, 1997) depending 
on the types of questions being asked (Ramsden, 2003). Hence 
teachers must avoid asking too many factual question (Lorsch & 
Ronkowski, 1982) but instead emphasise more on deep-learning 
level (Ramsden, 2003) categories of questions. According to Black, 
Harrison, Lee, Marshall, and Wiliam (2003), questioning technique 
in an AfL classroom is not utilized just as a pedagogical tool to 
obtain evidence of students’ understanding but it is also a means to 
improve their understanding. 


Teachers can pose lower cognitive questions consisting of closed, 
knowledge, factual and recall questions. This will necessitate 
students to provide short responses based on what they have learned 
previously; in contrast, higher cognitive questions — also referred to 
as referential, interpretive, evaluative and open-ended questions — 
require students to create their own answers and help them promote 
higher order thinking skills; teachers need to encourage such 
questions explicitly (Scoboria & Fisico, 2013). Studies have shown 
that questions teachers ask in the classroom are usually procedural 
and factual (Bartek, 2002; Brookfield, 1987; Myrick & Yonge, 
2002; Sellappah, Hussey, Blackmore, & McMurray, 1998). These 
questions do not help students increase autonomy (Choi, Land, & 
Turgeon, 2008; Cohen, 1994; Ismail & Alexander, 2005; King, 
1994; King & Rosenshine, 1993; Rosenshine, Meister, & Chapman, 
1996) nor do they fulfill the other functions of questioning such as 
motivating students to think, develop their reflections and interest 
and encourage students to ask questions (Brown & Edmondson, 
1985; Cooper, 2010). 
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Assessment for learning comprises two phases. Initially a diagnostic 
assessment is carried out (Tunku Mohani, 2010). It is then followed 
by formative assessment. In the case of poor performance by certain 
students, remedial lessons are given so that these students can catch 
up with their peers in the same class. Student progress is closely 
monitored by the teacher. This form of assessment is conducted 
throughout the learning process until the time of summative 
assessment. As highlighted by Davies (2000), in assessment 
for learning, assessment is an instructional tool that promotes 
learning rather than an event designed solely for evaluation and 
grade assignment. And when students are actively involved in the 
assessment process (for example, peer- and self-assessment), AfL 
begins to look more like teaching and less like testing. In short, 
“assessment for learning” is concerned with obtaining feedback 
on learning and teaching, and utilizing this to make learning more 
effective and to introduce any necessary changes to teaching 
strategies (Tunku Mohani, 2010). Formative assessment is all 
about monitoring student learning to provide ongoing feedback that 
lecturers can use to improve their teaching and students can use to 
improve their learning. 

Classroom assessment practice includes a wide range of approaches 
for the continuing evaluation of student achievement and 
improvement, including structured tests and quizzes; worksheets; 
homework assignments; and informal assessment of student 
participation, effort, and behavior (Martinez, Stecher, & Borko, 
2009). Judgments of student achievement based only or mostly on 
classroom assessment could be different across teachers such as 
one may value information from quizzes less than information from 
homework whereas another may assign the opposite weights to the 
same sources of information. Furthermore, teacher ideologies about 
assessment and the nature of learning in general can fundamentally 
influence their judgments of student achievement (Egan & Archer, 
1985; Llosa, 2008). For example, perceiving that every student should 
be tested to the same academic standards and expectations is likely 
to influence the approach teachers use to monitor the achievement 
level of their students (Martinez et al., 2009). Furthermore, teachers’ 
beliefs about the qualified value of standardized tests as opposed 
to classroom assessments will obviously affect how they assess 
their students. Teachers who depend mostly on standardized tests 
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could come to a different consensus and judgments about student 
achievement than those who place greater value on teacher made 
quizzes, effort, and classroom participation (Martinez et al., 2009). 
A study conducted by Tunku Ahmad et al. (2014) in thirty-three 
national universities in Malaysia involving 534 lecturers to find 
out their self-reported practices and perceived competencies in 
assessment for learning showed that lecturers still need to upgrade 
their current competencies in assessment and be supported in 
adopting assessment for learning. A similar study conducted by 
Zubairi, Sarudin and Nordin (2008) at a single public university 
involving a sample of 135 lecturers revealed that lecturers adhered 
to the traditional method of student assessment; their assessment 
knowledge and practice had not improved much over the years. 
Assessment is still very much focused on paper-and-pencil 
tests which are quite common among Malaysian teachers, a practice 
most likely adopted from years of schooling deeply rooted in 
traditionalist pedagogical and assessment methods (Charanjit Kaur 
& Arshad, 2013). 


In their study, Chan and Sidhu (2010) found that lecturers were aware 
of the importance of formative assessment and feedback on student 
learning in Malaysian universities. Students showed their interest in 
formative assessment conducted by their lecturers; they felt it could 
further develop transformative learning because of the frequent and 
ongoing constructive feedback received from their lecturers. These 
findings are supported by Craddock and Mathias (2009) who stated 
that formative assessment provided more opportunities in terms of 
learning outcomes as compared to results gained from summative 
assessments because most of the students were encouraged to speak 
up as they felt less intimidated with formative assessments. Chan 
and Sidhu (2010) examined authentic assessment implementation 
in Malaysian higher education. They identified different types of 
authentic assessment suitable to certain pedagogical strategies, 
their effects on student learning, and the appropriate procedures 
for conducting them. The findings indicated that alternative and 
authentic assessment was more acceptable to students and should 
therefore be viewed as an alternative to traditional standardized 
assessment. This was because students felt that they were 
given space to share their understanding and did not feel inhibited 
when assessed. 
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University lecturers in Malaysia have to change their mind set to 
focus and shift the higher education paradigm from teaching to 
learning (Hake, 2006). Thus, investigation into lecturers’ classroom 
assessment practices is a relevant agenda in the Malaysian higher 
education context. It is crucial for lecturers to know the reasons 
for conducting classroom assessment. Research on classroom 
assessment practices in higher education, however, is still in its 
infancy stage as there has been little “empirical evidence relating 
how institutions have conducted student assessment and to what 
effect” (Peterson & Einarson, 2001, pp. 629-630). 

According to Sebba, Deakin, Yu, Lawson and Harlen (2008), peer- 
assessment involves students assessing each other’s work, through 
reflection of the goals and what it means to achieve them. Peer- 
assessment may take place in pairs or groups, where the aim may 
be as much the development of group processes as the promotion 
or judgment of individual learning. Peer-assessment has particular 
value in formative assessment since students ask each other questions 
they may be inhibited from asking their teacher, and explain things 
to each other using familiar language. 

Gan and Hong (2010) examined the effectiveness of peer tutoring in 
Mathematics teaching in a Malaysian government secondary school. 
Findings revealed that students in the peer tutoring group had higher 
gain scores in the mathematics achievement tests than those in the 
traditional instruction group. It was reported that female students 
performed better in the mathematics achievement tests. Hence peer 
tutoring is a potentially effective instructional method in secondary 
mathematics teaching and learning in Malaysian schools in tandem 
with other existing instructional methods. Education in Malaysia is 
still adopting conventional lecturing pedagogy which then promotes 
memory-oriented learning (Ng, Bakar, Roslan, Wong, & Rahman, 
2005). Lecturers adopting the traditional teaching approach create 
students who are passive and incapable of comprehending knowledge 
delivered during lectures. Thus, in order to create opportunity for 
students to keep pace with their peers, lecturers should transform 
their teaching style to a more learner-oriented one. One of the student- 
centred teaching approaches is the peer tutoring approach (Golding, 
Facey-Shaw, & Tennant, 2006). Gan and Hong (2010) showed that 
although both groups showed high interest in learning mathematics, 
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students in the peer tutoring group had significantly higher interest 
to learn mathematics compared to the traditional instruction group. 
This finding concurred with findings reported by Topping et al. 
(2004). They found that both tutors and tutees reported that they 
enjoyed learning science more after participating in the intervention. 
Topping et al. (2003) had earlier shown that academic self-efficacy 
and learning self-efficacy of students in the peer tutoring group 
improved after they attended tutoring programmes. 


Nor Shidrah, Gilmore, and Mayo (2013) conducted a study 
investigating the contribution of peer evaluation in developing 
students’ critical thinking skills. Their findings suggest that peer 
evaluation helped in developing critical thinking skills, thus 
improving academic writing performance. It was also reported that 
the students benefited from the collaborative learning environment 
either via peer evaluation or peer review activities. This was 
because the tools used in the activities (the rubric and the checklist) 
provided the students with the criteria guiding their assessment 
task. Putting peer evaluation into practice as a common technique 
in tertiary classes has been increasing and its adoption at tertiary 
level among lecturers is apparent (Nor Shidrah et al., 2013). Sebba 
et al. (2008) conducted a systematic review of research evidence on 
the impact of peer assessment on secondary school students. They 
reported that student attainment increased across a range of subject 
areas including increase in students’ self-esteem, learning to learn, 
specifically goal setting, clarifying objectives, taking responsibility 
for learning and increased confidence. 

Feedback is viewed as an important aspect in classroom assessment 
practice to make it effective in enhancing learning (Bell & Cowie, 
1999). Constant feedback can provide support for students and assist 
them to achieve future learning goals. Feedback appears in many 
forms from written comments in the form of grades or marks to oral 
responses or gestures to students. Feedback is often woven into the 
teaching and learning process. Lecturers can provide feedback to 
students at any time when the need arises. It is a crucial component 
in the classroom assessment practice for both lecturers and students 
(Bell & Cowie, 1999). Classroom assessment practice and feedback 
aim at facilitating students to self-assess, reflect and monitor their 
learning to grow as lifelong learners. 
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A study conducted by Tong (2011) exploring students’ perception 
of and reaction to feedback in school-based assessment revealed that 
students did not react in the same way to assessment feedback. This 
occurred because not all the students had the strategies to effectively 
collect, organize and use feedback. The findings suggest that it was 
through mutual construction of achievement and improvement 
that students can become active participants in the classroom 
assessment and feedback process. Lizzio and Wilson (2007) in their 
study reported that students specifically value informative written 
feedback, but prefer balance between evaluative and informative 
feedback. Weaver (2006) also found that students want feedback 
which can give them guidance and should be related to assessment 
criteria, but which is not too general or too vague, or does not only 
dwell on the negative aspects of their work. 

Tunku Ahmad et al. (2014) focused on university lecturers’ 
conceptions about their assessment competencies in the classroom. 
The findings revealed that university lecturers’ conceptions include 
practices of communicating results and feedback to students and 
using diverse assessment for learning methods. More importantly 
it was found that Malaysian university lecturers utilized assessment 
for learning but their practices were limited to four underlying 
dimensions: communicating assessment results and feedback, using 
diverse assessment for learning methods, recognizing unethical, 
illegal, and inappropriate assessment methods, and employing 
grading practices that integrated students’ effort. 

Otieno, Aloka, and Odongo (2015) investigated teachers’ 
perceptions on oral questioning as a method of assessment of holistic 
development among Kenyan students. Their findings suggested 
that oral questioning was perceived to be effective in assessing 
emotional, cognitive, and social as well as personality development. 
However, it was also found that oral questioning was ineffective in 
assessing aspects such as physical growth and development, spiritual 
development, moral development which are crucial forms of holistic 
development among students. 

The abovementioned related studies reveal that educators from 
different institutions practice different forms of assessment activities 
in their classrooms to bring about effective results of their students’ 
learning. Although the assessment activities take different forms in 
the studies, it shows that lecturers are very appreciative of the impact 
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of these assessments, finding it capable of changing instructional and 
assessment practices in constructive ways. One of the most favored 
assessment activities discussed was peer assessment. Successful 
peer assessment implementation requires strong student support; 
at the same time lecturers have to provide the correct information 
on the purpose, guidelines, and procedures that students have to 
follow. All these challenges are not insurmountable. The crucial 
factor in peer assessment is devising meaningful strategies and 
the necessary steps for students to improve their work. Lecturers 
must have a diversity of assessment strategies to choose from as 
they focus on the valued learning targets. Accuracy in assessment of 
the students depends on developing assessment tools. These include 
including performance assessment, portfolios, learning logs, self- 
assessment, peer-assessment, group-work assessment, and oral/ 
poster presentations. The real challenge for lecturers is to match the 
appropriate assessment method with an intended achievement target. 
Therefore, it is crucial for lecturers in higher learning institutions to 
provide sampling strategies using different assessment activities as 
teaching tools. 

Assessment Practices among Malaysian Lecturers 

Generally, diverse forms of assessment activities has been 
employed in teacher education programmes, including performance 
assessment, portfolios, learning logs, self-assessment, peer- 
assessment, group-work assessment, and oral/poster presentations. 
Assessment activities can be divided into four broad categories 
namely Reflections, Practical Assessments, Exams/Tests and 
Analyses/Synthesis (Stiggins, 2005). Table 1 provides the four 
assessment modes and examples of assessment activities. 

Table 1 

Types of Assessment Modes (adapted from Stiggins, 2005) 


Types of Assessment Modes 

Examples of Assessment Activities/ 
Examples 

Reflections 

• Reflection Logs 

To develop the capacity for self- 

• Journals 

assessments for reflective and self- 

• Case Studies 

directed learning 

• Portfolios 


(continued) 
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Types of Assessment Modes 

Examples of Assessment Activities/ 
Examples 

Practical Assessments 

• 

Micro Teaching 

To apply theoretical concepts 

• 

Field Trips 

in simulated/actual classroom 

• 

School based practical assessments 

situations 

• 

Classroom activities, exercises, oral 
questions 

Exams/Tests 

• 

Exams 

To gauge the competence level in 

• 

Tests (Summative and Formative) 

theoretical foundations and content 
knowledge 

• 

Paper and pencil assessment 

Analyses/Synthesis 

• 

Unit and Lesson Plans 

To Strengthen theory-practice 

• 

Research Papers 

linkages 

• 

Class tests - Analysis of Test Items 


• 

Role Plays/Simulation Packages 


METHODOLOGY 

This qualitative study is an attempt to understand human experiences. 
Yin (2003) defined qualitative case study as an approach to research 
that facilitates exploration of a phenomenon within its context using 
a variety of data sources. This ensures that the issue is not explored 
through one lens, but rather a variety of lenses thus allowing for 
multiple facets of the phenomenon to be revealed and understood 
(Baxter & Jack, 2008). Merriam (2009) stated that the qualitative 
method offers greater opportunities for conducting exploratory and 
descriptive research that uses the context and setting to search for a 
deeper understanding of the person being studied. According to Yin 
(2003) a case study design should be considered when: (a) the focus 
of the study is to answer “how” and “why” questions; (b) you cannot 
manipulate the behaviour of those involved in the study; (c) you 
want to cover contextual conditions because you believe they are 
relevant to the phenomenon under study; or (d) the boundaries are 
unclear between the phenomenon and context. The case is defined 
by Miles and Huberman (1994) as, ‘a phenomenon of some sort 
occurring in a bounded context. The case is, “in effect, your unit of 
analysis’ (p. 25). 

Hence, for this study, a case study was chosen because the case 
involved investigating the current assessment practices of lecturers, 
more specifically investigating the modes and activities of classroom 
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assessment. Case study is considered particularly appropriate 
for classroom research such as this that consists of detailed 
descriptions and in-depth study related to investigating the current 
assessment practices of lecturers involved. A case study approach 
has its advantages as it investigates an event or situation from the 
participants’ perspective rather than from an outsider’s interpretation 
of the context within which it occurred. In a case study approach, 
as in this study, the central focus is on the natural setting which 
was the classroom and the participants are an important source of 
data and information (Radnor, 2001; Silverman, 2000). Its goal was 
to produce a “thick description” of the meanings, perspectives and 
understanding by investigating the current assessment practices of 
lecturers in the classroom. 


Classroom observation was the main method of data collection 
while the qualitative data obtained were thematically analysed. 
Observation is an important data collection method for qualitative 
enquiry (Merriam, 2009). Non-participant observation was 
conducted when the teacher educators were teaching. As mentioned 
before, the objective was to obtain information regarding the 
classroom assessment practices employed by the teacher educators 
that would enable us to observe the types of assessment that would 
emerge in the study. Through persistent observations, we were able 
to capture how people interacted with their surroundings based on 
their understandings of the world (Merriam, 2009). According to 
Robson (2002), observation permits researchers to watch and listen 
to the interaction between the teacher educators and the student 
teachers. The main purpose of observation is to grasp a person’s 
motions, speaking, and unconscious behaviors expressed in a natural 
setting (Lincoln & Guba, 2000; Merriam, 2009). 

Observations were done during the lecturers’ normal schedules. 
The lecturers’ daily timetables were followed for conducting the 
observations and thus there were no class disruptions. The main 
focus of the observation was on the student teachers' and teacher 
educators’ interaction in the classroom setting. We observed the 
teacher educators, learners (students) in their natural teaching 
and learning environment. An observation schedule was used to 
collect data. Patton (1990) in Cohen et al. (2000) saw observation 
data enabling the researcher to enter and understand the situation 
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being described. Similarly Mertens (1998) regarded the interest 
of the researcher in an observation as the observation of people’s 
behaviour as they naturally occur in terms that appear meaningful 
to those involved. 

An observation checklist was used for gathering specific information 
during the observations with the teachers and teacher educators in 
the classrooms. There are two sections in this checklist (Section 
A for Demographic Information and Section B for Observation 
Checklist). 

Three instruments were used in data collection: the classroom 
observation protocol (Appendix 1), pre-observation forms 
(Appendix 2) and classroom observations. The pre-observation 
form required specific information about the lesson to be observed 
such as the topic, learning outcomes and activities. This form 
was distributed to the lecturers prior to the observation sessions. 
The classroom observation protocol consisted of instructions and 
questions or notes to guide the observers in recording background 
information about the course and aspects of teaching and learning, 
including assessment strategies and activities. Each lesson observed 
was also video-recorded (Merriam, 2009). The video recordings 
were necessary for triangulation purposes, for extracting samples 
of assessment strategies or activities described by observers in the 
observation protocol, an example of a task, and for getting additional 
data not recorded explicitly in the observation form, such as at which 
point of the lesson oral questions were asked. 

Fifteen lecturers from seven programmes namely Science 
Education, Mathematics Education, Moral Education, Physical and 
Health Education, TESL (Primary), TESL (Secondary), and Early 
Childhood Education were involved in the observation and had 
participated in the study as shown in Table 2. All the lecturers were 
teaching first semester students during the period of observation, 
the sole criterion for their selection in the study. The lecturers 
were contacted by telephone and email to invite them to participate 
in the study. Once agreement was obtained from the lecturers, 
arrangements were made to observe their classes. Each lecturer was 
observed twice. The observations were carried out during Weeks 
4-6 and Weeks 9 - 12 of the first semester during the 2014/2015 
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academic year. Each lesson lasted from one to three hours. A total 
of twenty-nine lessons were observed involving forty-four hours of 
observation. 


Table 2 

Programmes and Courses observed 


PROGRAMMES 

COURSES 

No. of 
observations 

No of 
lecturers 
involved 

No of 
students 
involved 

TESL 

English Grammar 

2 

i 

25 


Reading Skills 

2 

i 


SCIENCE 

Chemistry 

2 

i 

32 

HISTORY 

Prehistory and Proto- 
History of Southeast Asia 

2 

i 

70 


Malaysia: Malacca to 

New Malay States 

2 

i 


MATHEMATICS 

Beginning Calculus 

2 

i 

65 


Linear Algebra 

2 

i 


PHYSICAL 
& HEALTH 
EDUCATION 

Basis of Physical 

Education and Sports 
Science 

2 

i 

45 


Sport skills (Track) 

2 

i 


MORAL EDUCATION 

Akhlak Islam 

2 

i 

107 


Introduction to Moral 
Education 

2 

i 


EARLY CHILDHOOD 
EDUCATION 

Spiritual and Moral 
Development of Children 

2 

i 

50 


Expression of Children’s 
Creativity 

2 

i 


UNIVERSITY 

Nationhood 

2 

i 

69 


Personality Development 

2 

i 



Prior to the lesson observation, the lecturers returned the pre¬ 
observation form and letter of consent (Appendix 3). A separate 
letter of consent (Appendix 4) was also distributed to each student 
present for the lesson observed. The lesson and observation 
commenced only after the letters had been signed by the students 
and collected. Three observers were required for each session. Two 
of them recorded data in the observation form and another took care 
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of the video camera. 

The data were analysed through the open-coding process. This 
study is perceived from an emic perspective that honors the work of 
members of a group, rather than judging the actions from an etic or 
an outsider perspective (Green & Nixon, 2002; Merriam, 2009). The 
notes written by the observers in the observation forms were compiled 
and read through to identify themes. The themes were coded using 
labels that represent aspects of assessment such as “assessment”, 
“feedback”, “exercises” and “oral questioning”. This coding process 
was followed by grouping together all instances of data that depicted 
the aspects of assessment identified. This procedure was done to 
facilitate closer examination of the data under each theme to further 
identify categories or sub categories, if any. Instances of data that 
seemed to overlap were discussed and assigned to a category based 
on consensus. 

Validity 

One way of improving credibility is to reduce the researcher’s biases. 
Data does not speak for itself. The researcher interprets it. However, 
no researcher can observe, measure and analyse a phenomenon 
without personal biases. The credibility of this study was enhanced 
by three strategies which are triangulation, peer-debriefing and 
member checking. Triangulation - involving multiple sources and 
methods of data collection - was employed in the study. Copies 
of the observational and reflective notes made by the observers 
were sent to the respective lecturers observed for verification. All 
participants received, via e-mail, a copy of the observational and 
reflective notes for review and clarification; transcripts were sent to 
the lecturers involved for verification. This allowed us to ensure that 
what the participants said were in fact what they meant to say. All 
data have been verified through this process. 

Validity of findings or data is traditionally understood to refer to 
the correctness or precision of a research reading (Ritchie & Lewis, 
2004). To ensure validity of the findings, this study had used multiple 
methods in making enquiries into the same phenomenon. In this 
way, the data will be triangulated through various sources such as 
classroom observations, observational and reflective notes to ensure 
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the credibility of the findings. The classroom observation data were 
collected through observational notes and were validated with the 
researchers’ reflective notes and then verified by the participants 
(lecturers) observed. The observational and reflective notes were 
studied meticulously to ensure that recurring patterns/themes were 
discerned in order to present the holistic picture of the findings. 
A re-coding technique was used so that data can be checked and 
cross-checked several times in order to enhance possibility of new 
understandings. 


RESULTS 


Oral Questioning 

The observational data revealed that one of the main assessment 
modes participating lecturers used was oral questioning. As expected, 
every lecturer used oral questions in the classes observed. As a 
theme, oral questions could be further categorised into two types, 
open and closed questions. The open questions required students to 
produce information which were open in nature. The questions asked 
were w/i-questions using question words such as what, why and how. 
These questions required thinking and reflection and the responses 
are usually longer compared to those for closed questions. The closed 
questions were asked to get the students to confirm something such 
as a fact or proposition. Examples of this type of questions are yes- 
no questions or tag questions. The responses elicited would usually 
be either “yes” or “no” or any equivalent responses (verbal or 
physical) showing agreement/ confirmation or disagreement/denial. 
In the study, there were also yes-no questions that implied an answer 
beyond a “yes” or “no” is required, for example, “Can you describe 
the chemical reaction involved?” 

Open Questions/Yes-No Questions 

These questions were asked to elicit responses at different levels 
of thinking. Some examples of the lower and higher order thinking 
skills from the data are given in Table 2: 
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Table 2 

Examples of the Lower and Higher Thinking Skills 


Higher order thinking skills 


Lower order thinking skills 


What part of speech is that? (Obv 1 lb, 
Reading Skill) (identify) 

What was learned last week? (Obv 6b, 
History) (recall) 

Can you describe the chemical reaction 
involved? (Obv 7b,Science) (under¬ 
stand) 


What can you tell from the video? 
(Obv 7b) (synthesize) 

Bagaimana kamu mengenali diri 
kamu? (Obv 2r) 

(How do you get to know yourself?) 
(analyse) 


The oral questions were asked at various points in the lessons 
observed. Three main teaching phases were identified in the data 
when the oral questions were asked: the beginning, middle and end 
of a lesson. Within the time frames, the questions were asked during 
an explanation, a task, presentation and other teaching and learning 
activities. Most of the questions were impromptu questions and 
were asked to fulfill different purposes. The purposes evident from 
the data could be categorised as follows: 

• To review the previous lesson 

The questions were asked at the beginning of the lesson and 
referred to the previous lesson, for example the lecturers 
asked students the following question: 

What was learned last week? - History / Malacca to new 
Malay states 

• To check students’ understanding 

The questions were meant to check students’ understanding of 
reading materials that had been assigned to them or teaching 
content that had just been explained or discussed, for example: 

What part of speech is that? - TESU Reading skills 

• To get students’ to reflect 

The questions were asked to get students to reflect on content 
or something related to the content taught, for example: 
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How do you recognise yourself?- Islamic Morals / Moral 
from a religious perspective 

• To point out errors 

Some questions were asked, in lieu of a comment, to point out 
a student’s error, for example, 

What part of speech is that? - TESU Reading skills 

• To help students to explain concepts, analyse something, for 
example, the elements of a play, and complete their group 
work 

The questions asked were supportive in nature in that they 
helped students to complete a task such as explaining and 
analysing concepts or to strengthen a student’s answer, for 
example: 

Can you describe the chemical reaction involved?- Science / 
stoichiometry 

What can you tell from the video? Science / stoichiometry 

In terms of whom the questions were intended for, it was either 
targeted at individual students or the whole class. Sometimes 
individual students were called upon to answer a question but when 
the student failed to answer it, the question would be opened to the 
whole group in the class. 

Peer Assessment 

Through the observations, peer assessment was found be another 
common practice among the lecturers. For example, as observed 
in the Moral Education course for Semester One students, it was 
conducted using the assessment forms prepared by the lecturers 
to assess the students’ group presentations. The assessment form 
was set up based on criteria specified by the lecturer according to 
the coursework assigned. Peers wrote their comments in a form 
provided by the lecturer. However, the written comments were not 
shared with other students. 
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In another observation, it was noted that students were involved 
in providing feedback on peers’ presentation. Peer feedback was 
used to assist or correct other students’ errors. For example, in 
the English Grammar Course for the TESL Programme, students 
discussed in their groups on their peer’s presentations. They then 
provided feedback to assist their friends on certain parts of the 
sentence analysis that were wrongly classified. This is in line with 
Spiller (2012) who states that students receiving feedback from their 
peers can get a wider range of ideas about their work to promote 
development and improvement. Involving peers in the assessment 
will help students to become more autonomous, responsible and 
involved. Apart from that, giving immediate feedback enhances 
formative learning (ARG, 2002). Peer assessment processes can 
help students learn how to receive and give feedback which is an 
important part of most work contexts. Besides, it also encourages 
students to critically analyse work done by their friends or peers. 

Another finding related to peer assessment was found in a class 
whereby feedback through oral comments was used to assess peers’ 
presentation. This was illustrated in the Introduction to Linguistics 
course. Students gave feedback to their peers during pair-work 
presentations. The presenter also responded to the issues raised 
by other group members. This reflects that peers were informally 
evaluated for further improvement. Upon further analysis, it was 
found that the students were critical and analytical when asking 
related questions and giving comments on group presentations. 
This supports the view that peer assessment provides more relevant 
information to students as it is generated by their peers. Through 
this peer assessment, students were more comfortable and trusted 
one another in order to provide honest and constructive feedback. 
This provides evidence that peer assessment enables development of 
critical reflection skills and the ability to give constructive feedback 
to peers. At the same time students may gain initial feedback on 
their work, and in a timely manner, that they can respond to in 
future assignments. It will also help students to engage with and 
internalise the content of learning in their work. It was used for 
assessing students’ presentations, to correct peer’s errors, and to 
give feedback. 



Malaysian Journal of Learning and Instruction: Vol. 14 No. 1 (2017): 23-61 


Feedback 


Feedback was delivered in various modes. The observation data 
shows that lecturers used the following modes: 

i. Giving comments on students’ answers, presentations or role- 
play 

ii. Elaborating on students presentations - providing further 
explanation when students faced difficulty in explaining their 
presentations 

iii. Asking questions to get students to think and reflect on the 
errors made 

iv. Correcting students’ answers or errors 

v. Reviewing students’ content understanding 

vi. Summarising students’ answers 

vii. Praising students 

viii. Clarifying students’ responses 

ix. Rewarding students 

x. Discussing students’ answers in the quiz 

Lecturers cited several reasons for providing feedback. Mainly, the 
reasons were to: 

i. increase students’ understanding 

ii. encourage students to think and reflect further 

iii. correct errors made instantly 

iv. improve content presentation and delivery 

Lecturer feedback had several effects on student learning. Some of 
the effects were: 

i. improved students’ understanding of the content 

ii. students were able to correct their errors instantly 

iii. students gained confidence in presenting their ideas 

To gain multiple perspectives on students’ academic development, 
and abilities, it was crucial for the lecturers to provide feedback 
and include a range of measures in the classroom activities during 
presentations, role-play and other modes. The lecturers felt that they 
wanted to make some changes in their teaching for more effective 
results in student learning. They wanted to get students’ feedback 
in terms of their teaching so that they can match their teaching 
to the students’ needs in the classroom for a more meaningful 
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teaching and learning process. Lecturers often identify and share 
the learning experiences and expectations with the students. This 
practice extended by the lecturers who communicate what students 
should learn and the goals for their development facilitate students 
to acquire ownership of their learning. 


DISCUSSION AND CONCLUSION 

The findings revealed that the lecturers embedded both teacher and 
peer assessment methods into their teaching practices. A variety of 
assessment and feedback modes were used. Oral questioning and 
peer assessment were the most favoured modes for assessing while 
giving comments and correcting students’ answers and errors were 
the most frequently used modes of feedback. Although the data 
showed a variety of modes, their distribution across lecturers was 
uneven with some lecturers keeping to one or two preferred modes 
during the two periods of observation. Lecturers need to be trained 
to interpret learning data so that they can make the correct decision. 
Peer assessment and oral questioning can be used as mechanisms for 
promoting self and active learning as students are in control of their 
own learning. They can monitor their own progress and consciously 
identify their own learning goals. Learning goals are achievable 
objectives defined by the syllabus and lecturers are responsible 
in imparting these goals to their students. These kinds of cases 
indicate the need for assessment training that will provide lecturers 
with the knowledge and confidence to use a variety of assessment 
modes. Different knowledge and abilities require different ways of 
assessment and lecturers who know these different ways will be able 
to help students more efficiently. 

The implication of the study is that using peer assessment and oral 
questioning appeared to complement lecturers' use of instructional 
strategies centred on students’ group work, classroom presentations 
and individual growth. Peer assessment and oral questioning are 
compatible with strategies focused on different learning styles as 
they allow lecturers to see new developments and directions in the 
teaching and learning. Findings of the study suggested that providing 
feedback based on students’ work is crucial as this will determine the 
types of work required for students to move to the next stage either 
in the form of remedial or enrichment activity. Flowever, careful. 
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systematic and a well-organized preparation should be taken into 
consideration. Before the implementation, peer assessment and oral 
questioning should be introduced to the students in order to guide 
them especially if these are used as an assessment method for the 
first time. 


The study explicitly gives recommendations for practices of 
assessment that educate students to monitor their own learning, 
promote critical thinking skills and take responsibility for learning in 
Malaysian universities. It does so by highlighting areas that lecturers 
need to consider to ensure diversity and accuracy of assessment in 
Malaysian tertiary education. Literature discussing the significance 
of assessment practices along with research evidence has revealed 
how assessment can function beyond just giving grades to students’ 
performance in the classroom. More distinctively it has revealed that 
assessment can bring effective results in students’ learning. 

This study also revealed that the main assessment modes employed 
seemed to focus on the oral questioning and peer assessment used 
for assessing students’ presentations, to correct peer’s errors, and to 
give feedback. Lecturers showed their willingness to utilize different 
classroom assessment practices rather than concentrating on the 
summative grades. It is very important for educators to broaden their 
understandings of the purposes of classroom assessment practices 
beyond just ranking achievement. The findings from this study are 
consistent with the conception of classroom assessment practices. 
The purpose of assessment is to support students to learn, provide 
them with valued learning targets instead of focusing on ranking 
or grading students’ achievement. The findings drawn from this 
study have implications for professional development in relation 
to new assessment workshops. Lecturers need to be trained to 
interpret learning data so that they can make the correct decision. 
With personalised professional development experiences, lecturers 
might be more active and have effective ways to promote classroom 
assessment practices in their own teaching. 

As discussed in the literature by the Assessment Reform Group 
(ARG, 2002), assessment for learning is used to provide useful 
feedback to learners and lecturers in order to facilitate more effective 
learning outcomes. It assists students in utilising knowledge about 
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the types of class work they produce to support future learning. 
Lecturers may be occupied with other workload when it comes to 
marking students’ work and grading them but they should use the 
work to reflect on their teaching, improve their assessment tasks as 
well as sustaining students’ growth through informative feedback. 
This study suggests that lecturers may need professional development 
assistance in order to learn a diverse range of classroom assessment 
practices rather than focus just on measuring student learning. 

This study suggests that a comprehensible picture of classroom 
assessment practices and marking criteria should be explained 
and made available to students before assessment is conducted. 
The outline of the classroom assessment practices and the criteria 
for oral questioning and peer assessment by the lecturers are not 
evident in the courses taught. It is crucial for the lecturers to design 
their course outline; marking criteria for oral questioning and peer 
assessment should be precise or attached to the assessment tasks. 
The students need to be exposed to the explicit assessment criteria 
as these provide a clear guidance for both lecturers and students. 
Shared understandings between lecturers and students about 
assessment and marking criteria should be made clear. Students 
should be informed that their performance will be marked against 
explicit marking criteria. In addition, the university must provide 
support for the lecturers to meet these standards of the classroom 
assessment practices. The university should reform its assessment 
policy, specifically classroom assessment practices, to allow this 
strengthening of its educational quality. 

The study recommends implementing the technique of oral 
questioning and peer assessment, and a variety of alternative 
assessment tools in Malaysian universities if we want lecturers 
to implement active learning and cultivate analytical and critical 
thinking skills. With these techniques, the lecturers can assess a 
wide range of student learning through the classroom assessment 
practices. The findings reveal that lecturers are not well-equipped 
with oral questioning and peer assessment methods; hence, to 
improve it is crucial for lecturers to explore, seek and learn 
techniques of assessment. They can attain and acquire ways of 
implementing classroom assessment practices by participating in 
educational assessment training and short courses. 
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The findings from the study contribute to the body of literature on 
classroom assessment practices in tertiary education by building a 
foundation for understanding lecturers’ perceptions and practices of 
classroom assessment in Malaysian public higher learning institutions. 
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Appendices of the Study 


APPENDIX 1 

Classroom Observation Protocol 

Instructions to observer: Please fill in all of the spaces below. 
Write your observational field notes on the same day as you conduct 
your observation. Discuss with your co-observer on the observation 
and write one consensus expanded field notes on the observed 
lesson. Submit both the soft and hard copies of the expanded field 
notes to the NRGS Project Secretariat (i.e. UERL) one week after 
the observation date. If possible, conduct an interview as soon 
as the observation ended for the purpose of clarification or seek 
permission to interview the participants (lecturers and students) at a 
later date, preferably within one week of the observation date. 


PART 1: BACKGROUND INFORMATION 


Observer (s): 

i. 

ii. 

iii. 

iv. 


Observation Date: 1/10/2014 

Observation Start Time: 10.00 a.m 

Length of the Observation (Minutes): 110 
minutes 

Observation End Time: 11.50 a.m 

Venue: DK M 


Lecturer’s Name: 

Programme: 

Course: 

Topic: 

Number of Students: 47 Semester 1 

Other Semesters Total 


Average 
Student Age 


Teaching Plan 
(A request for the 
information below will 
be emailed to lecturers 
before the observation 
date. You can include the 
informationhere) 


a. i. Konsep akhlak dalam Islam (kognitif). 

ii. Faham dan sedar kepentingan dan cara 
berakhlak sesama manusia dan makhluk. 

b. Guna PowerPoint dan klip video 

c. i. Komunikasi 

ii. Kemahiran berfikir/Penyelesaian Masalah 

d. Akhlak mazmumah dan mahmudah 


(continued) 
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a. What are the learning 
outcomes the lecturer 
is hoping students to 
achieve? 

b. What is the lecturer 
planning to do in order to 
achieve the LO (method/ 
technique of delivery and 
assessment)? 

c. What soft skills does 
the lecturer plan to 
incorporate in the 
lesson ? 

d. How does the lesson/ 
activity fit in with the 
topic that the class has 
been doing before ? 

Physical Arrangement: Dewan kuliah 

Draw or describe the 
physical arrangement of the 
classroom. 

Technology and Resources: Whiteboard, desktop computer, LCD 

Describe the technology 

and resources present 

in the classroom. Fixed 

resources, like desktop 

computers, projector, 

and lab equipment can be 

included in the diagram of 

the classroom above. 


PART 2: OBSERVATION NOTES 

PART 2: OBSERVATION NOTES 

In this section, please take detailed notes as you observe classroom 
activities. 

The following questions serve as guidelines for what you will 
document during the classroom observation. Your descriptions of 
all the classroom activities should include answers to the questions 
in 2.1-2.5. For each topic/question, please note what you observe 
in the left-hand column and use the right-hand column to note your 
hypotheses and conjunctures about what you think, particularly in 
the context of the Provisional Guiding Principles (PGP). 
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2.1 Structure of the Lesson 

Describe the structure of the lesson that you observe. What is 
happening in the classroom at the beginning, middle and end? 
What are the lecturer and the students doing? 


Observational Notes 


Reflective Notes 


1. Start the class. 

2. Review main topic from previous lesson. 
Ask review question: 

-“Ada berapa peringkat akhlak?”- Students 
answers as a whole group. 

3. Introduce new topic by showing a video 
clip. 

4. Relate today’s topic with previous lesson. 

5. Questions relating the previous topic with 
materials in the video.(5 minutes) 

6. Lecture about today’s topic “Adab Anak 
dan Ibubapa/Etika Anak Soleh”. (Start from 
10.13 a.m until 10.53 a.m.). 

7. Plays another video clip. (4 minutes). 

8. Continue lecture. 

9. Closure-summarize the lesson and relate 
with the next topic. 


Did not structure students 
focus on aspects that they 
should pay particular 
attention, e.g. Questions. 


2.2 Interactions between the Lecturer and Students 

How do the lecturer and students interact? Give examples of the type 
of questions the lecturer ask students and how students respond, as 
well as the questions the students ask the lecturer and the lecturer’s 
responses. In addition to questions, please also note the other ways 
in which the lecturer and the students interact. 


Observational Notes Reflective Notes 

Review: Beri pandangan tentang suasana 

• A lot of Q&A about‘Sabar’. atau akhlak kejiranan yang anda 

• Ask questions about how the hadapi sekarang? Apa sepatutnya 

topic is related to the video dilakukan?(verbal questions) 
shown. - Not prepared on slide. 

- Setiap orang memberi pandangan. 


(continued) 
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Observational Notes Reflective Notes 


Ask for alternatives -rephrases - 
students’ answers + humour, 
e.g. “ Apa yang boleh disim- 
pulkan daripada video klip - 
tadi?” 

Interprete and conclude about 
“Adah antara Suami Isteri” 
Move away from lecturers’ 
table to ask questions. One - 
student answered some ques¬ 
tions. 

Asked and answered by the 
lecturer himself. (Last for three - 
minutes) 


Individual thinking for 5 minutes. 
All students think individually. 
(Aplikasi) 

Pick students by name, first 
student stand up to answer, lecturer 
respond ‘good’. 

Second student, sitting down, 
lecturer interpret and share a story 
Third student, sitting down, spoke 
softly. 

Lecturer interpret and review 
students answers. 

Summarize but students are setting 
ready to stop. 

Relate to next lesson. 


2.3 Interactions among Students 

Do students have an opportunity to interact with one another? If 
so, how do they interact? Do they work on a task together? Do they 
provide feedback to one another? 


Observational Notes 

Reflective Notes 




2.4 Use of the Technology/Device/Resources 

Are the technology/device/resources being used as part of the 
activity? If so, how and for what purpose? Is the lecturer or students 
experiencing difficulties in their use of the technology/device/ 
resources? Are they able to troubleshoot? What other resources/ 
devices does the lecturer use? (e.g., chart paper, whiteboard, visual 
aids, computers, lab equipment etc.). 


Observational Notes 

Reflective Notes 

Use video clips from Maher Zain and Movie “Up”. 
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2.5 Other Observations 

What else do the lecturer and students do? 


Observational Notes 

Reflective Notes 

-students were not encouraged to ask questions. 



Appendix 2 (Pre-observation form) 



KEMENTERIAN 

PENDIDIKAN 

MALAYSIA 



TJniver§iti 
Pendidik^n 
Sultan {drjs 



Development of a Teacher Education Model for Preparing 
Quality teachers for the Future 

Maklumat Pra-Pemerhatian 

ARAHAN: Borang ini bertujuan mengumpul maklumat tentang 
perancangan pengajaran pensyarah. Sila respon kepada semua item. 
Respon anda dalam tinjauan ini adalah sulit dan akan digunakan 
untuk tujuan yang berkaitan dengan kajian ini sahaja. 

1. Nama: 

2. Jawatan: 

3. Gelaran: 

4. Institusi: 

5. Pengalaman mengajar: 


< 1tahun 

I- 5 tahun 
6-10 tahun 

II- 15 tahun 
16-20 tahun 
21-30 tahun 












